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The present report is an expanded version of a background document
prepared for the last meeting of the International Working Group on
Education which took place from 16 to 18 November 1994 in Nice, France.
It is largely based on first hand information provided by the different
members of the Working Group on the current policies and practices of
their respective agencies, including some basic figures about education aid
flows. This information has been complemented by an analysis of official
policy documents and of the existing literature on education aid.
Nevertheless, an important conclusion to be drawn from the whole
exercise is that the data base available for discussing education aid issues
is extremely weak. In the absence of a standardized system for recording
aid flows, it is even difficult to give clear answers to simple questions such
as: Is overall aid to basic education increasing since Jomtien? What is the
relative share of non-forrnal programmes within the overall basic education
aid package? Or even exactly how much aid goes to primary schooling?
Furthermore, the processes by which education aid policies are being trans-
lated into specific programmes and the ways in which these programmes
are  being  designed  and  implemented  are  also  poorly  documented.
Consequently, there is an urgent need to reinforce our knowledge base
about education aid flows and processes, a challenge which the IWGE has
already taken up and to which it will have to pay increasing attention in the
future.
The major part of the present publication is an attempt to identify
convergence and divergence in the basic assumptions about education and
development, which are underlying different donor policies. It is based on
the firm belief that making these assumptions explicit is an important step
on the way to making negotiations between aid agencies and national
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governments more transparent, and to facilitate co-ordination between
agencies. However, it is only a first step. As indicated by the author, there
is often a wide gap between formal policy declarations and their actual
implementation .
Empirical research on aid practices will therefore be required in order
to make international co-operation more transparent, and at the same time,
hopefully more efficient.
The IIEP expresses thanks to Lene Buchert for her excellent seminal
work in this area. We are convinced that the present report will generate
more thoughts and debates on the important issues facing development sup-
port to education.
Jacques Hallak 
Assistant Director-General
Director, IIEPContents
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I. Introduction
International aid, including aid to education, seems to be changing in
intention, content and direction in the 1990s compared to earlier decades.
A key concern now expressed by many multinational and national donor
agencies is the need for renewed international commitment and expanded
international efforts to combat global poverty and inequalities between the
North and the South, and among individual countries within both areas, in
order to create sustainable development in the South. This goal is accom-
panied by other, and often competing, demands on aid-giving, for in stan-
ce the establishment of multi-party democracies and good goverrnance,
economic adjustment programmes, protection of the environment, safe-
guarding international human rights, and improving women’s circum-
stances and participation in development.
There is, however, still a wide gap between rhetoric and reality in
terrns of the total aid flows from the North to the South needed to address
these questions, and in terms of implementation of the stated purposes. A
number of factors have been identified to explain why progress has not yet
been made in significantly attacking global poverty and other related
important issues. Amongst these are (Hewitt, 1994; Randel and German,
1994; Ravnborg and Sano, 1994):
• the need to develop adequate measures to diagnose the actual poverty
situation in individual contexts as a precondition to solving the pro-
blem;
• the end of the Cold War, with increased pressure to divert resources to
so-called transitional economies particularly in former Central and
Eastern European countries and in the newly independent states of the
former Soviet Union;
• reduction of traditional development aid budgets due to economic
recession and other demands, including peace-keeping and humanita-
rian relief efforts; and• growing aid fatigue and loss of confidence in the effectiveness,
mechanisms and policies of aid-giving.
Other underlying issues are whether aid to economic adjustment and
good governance promotes rather than alleviates poverty, underemploy-
ment, disease and malnutrition, and whether aid for empowerment of
women is from the outset a contradiction in terms.
As part of the renewed attention to global poverty alleviation and sus-
tainable development, a general focus has been set on the importance of
support for the social sectors. This was reflected in the themes of a number
of  international  summits,  for  example  the  Jomtien  Conference  on
Education for All in 1990, the Cairo Conference on Population and
Development in 1994, the Copenhagen Social Summit meeting in 1995,
and the Fourth World Conference on Women in Beijing in September 1995.
Such nominal focus did not, however, in all cases pay adequate attention to
education as part of social-sector activities. While education was the natu-
ral central theme of the Education for All meeting in 1990, considerable
lobbying had to take place before education was even put on the agenda
half-way through the Copenhagen Social Summit (Politiken, 1995).
This lack of attention to education was surprising because of the now
established interrelationship between specific levels and kinds of education
and poverty alleviation. This includes the expected effect of education on
the self-reliance of individuals and society, the established knowledge of
the positive relationship between education and declining child mortality,
improved health and nutrition, and the positive correlation in many cases
between education and increased productivity in urban and rural areas and
in the formal and informal sectors.
The low emphasis on education also stands in contrast to the central impor-
tance which human resources development has recently been given in the
development strategy plans of a number of agencies, and the role which
education is envisaged to play in this process. It is now generally argued
that investment in the human potential below the economic threshold, in
education, health and population issues, is critical to ensure full participa-
tion in economic growth and to share in its benefits, in short, that "reducing
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poverty can make a real contribution to economic growth» (Ministry of
Foreign Affairs of the Netherlands, 1993a: 6).
The purpose of this study is to look more closely at the interrelation-
ship between the declared poverty orientation of aid agencies and the role
they seem to afford to education. The study will, first, analyze the recent
patterns in international aid seen in light of the international concern with
global poverty. Central to this analysis is the extent to which human priori-
ties are gaining importance in aid-giving and whether education is seen as
important in this respect. The study will, then, focus on the thinking behind
the policies based on a significant sample of national and multinational
donors (including also one foundation). It will, finally, discuss the adequa-
cy of agency responses to their overall formulated goals and point to areas
of research which could help enhance our understanding of trends and
mechanisms of education aid seen in the context of the poverty orientation.
This study is based on official and unofficial statistics on aid and edu-
cation, and on official and unofficial documentation on education policy.
The unofficial documentation was analysed on a preliminary basis by the
author for presentation at the meeting of the International Working Group
on Education (IWGE) in Nice, 16-18 November 1994 and appears in the
report entitled ‘Education aid policies and practices’ (IIEP, 1995). For this
present study, the initial analysis of patterns in aid practice has been expan-
ded, preliminary conceptual work on education policy formulation has
been undertaken, and perspectives for future work in the area have been
outlined.
II. The contradictions of aid in the l990s
International aid has always been provided based on a complex set of
underlying economic, commercial, political, strategic, social and huma-
nitarian  motives.  The  relative  dominance  of  each  of  the  motives  has
varied over time both in terms of individual donor countries and in a more
global sense, depending on changing national and international contexts
and on the circumstances in individual countries of the South. The relati-
ve dependence  on  international aid in individual developing  countries
has, similarly, changed. In the 1990s, there are continued strong needs forforeign aid, for example, in sub-Saharan Africa, whereas other countries,
for  example  some  of  the  newly  industrialized  countries  (NICs)  in
South-East Asia, have reached levels of economic performance which
could turn them into aid givers rather than recipients.
Although the underlying motives of aid are debatable and, sometimes,
even questionable, aid is likely to remain critical in most contexts as one of
the primary sources of financing poverty alleviation. In the thinking of
many agencies, aid can support broad-based economic growth policies with
built-in redistribution policies aimed at poverty reduction, including the
provision of basic needs and income-generating activities for the poor
(DANIDA, 1994a; Ministry of Foreign Affairs of the Netherlands, 1991).
This kind of aid is needed both in countries with relatively high economic
development, low aid dependency, but extreme poverty pockets, such as
India, and in countries with low or negative economic growth, high aid
dependency, and high poverty levels, such as Tanzania and Mozambique.
By financing investment in human resources, aid is seen by many agencies
as a means of enhancing the productive and other potential of the poor, the-
reby enabling self-generating growth and attraction of foreign investments.
1. Trends in international aid 1960-1993
The members of the Development Assistance Committee (ADC) of
the Organisation for Economic Co-operation and Development (OECD)
have long been the main contributors of the world Official Development
Assistance (ODA), in 1991 providing more than 90 per cent of the total
(Randel and German, 1994: 20). Among them, Japan has gained increased
importance and is now the main contributor in absolute terms followed by
the USA, France and Germany (Figure 1). Japanese aid has partially com-
pensated for reduced aid from the Oil Producing Export Countries (OPEC)
to countries outside the Arab world. The total list of contributing OECD
countries has expanded to also include small countries, for example
Ireland.
Whereas the total ODA increased somewhat (by US$2.7 million)
during 1990-1993, the trend for many of the major donors was downward
(Table 1). This includes some of the donors which are most strongly
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advocating the need for poverty alleviation, for example Canada, the
Netherlands, Norway, and Sweden. In some cases, such as Austria and
Germany, the increased amount of foreign aid covers new obligations in
transitional economies in former Eastern Europe (Deutscher, 1994; Randel
and German, 1994: 14).
As a percentage of the gross national product (GNP), the ODA avera-
ge for DAC member countries decreased (from 0.44 per cent to 0.29 per
cent) during 1960-93 (Table 1). This downward trend was reflected in the
percentage allocations of both some of the major donors, for example the
United Kingdom and USA, and some of the minor donor countries, such as
Australia and Belgium. Furthermore, the renewed commitment to global
poverty is not yet expressed in substantial increases of ODA during the
1990s. Thus, the small increase in absolute terms during 1990-93 was mat-
ched by a decrease in ODAas a percentage of GNP, dropping from 0.35 per
cent to 0.29 per cent during the period. There were decreases for many of
the major donors, for example Germany, Japan, and USA.
Only two countries, namely Denmark and Norway, allocated more
than 1 per cent of GNP to ODA in 1993 while two more countries, the
Netherlands and Sweden, also surpassed the United Nations (UN) reques-
ted 0.70 per cent target (Figure 1). This, despite the fact that Norway, the
Netherlands and Sweden witnessed cuts in ODA in absolute terms during
the 1990s. Major donor countries, for example Japan, USA and Germany,
are still lagging far behind the UN goal and other DAC member countries,
despite increased allocations by some of them in absolute terms.
While the absolute amount of ODAby DAC member countries increa-
sed somewhat during 1990-93, total ODA from DAC members and multi-
national institutions dropped from US $60. 8 billion to US $5 4.8 billion
during 1992-93. Denmark, Ireland, Japan and New Zealand were the only
donors with increased ODA during this period. Japan provided in all one
fifth of the total OECD ODA, whereas the other three countries together
provided only 2.6 per cent of the total (Randel and German, 1994: 7).Figure 1.       Official Development Assistance (ODA) from OECD Member
Countries in 1993
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2. Aid to Least Developed Countries (LDCs)
An analysis of the general geographical allocation of aid does not
determine whether aid actually reaches the poor. However, a precondition
for poverty alleviation is that the traditional, aid-receiving least developed
c countries are capable of increasing or, at least, maintaining their share in
the competition with the so-called transitional countries.
As can be seen in Table 1, the overall allocation of total ODAto LDCs
from all DAC member countries bears no correspondence to the generally
stated strong policy focus on poverty alleviation, with only a slight increa-
se (from 23 per cent to 25 per cent) during 1989/90-1992. Half of the mem-
ber countries allocated a relatively higher proportion of their ODAto LDCs
in 1992 compared to 1989/90, with a significant relative increase in only
four cases: Belgium, France, Norway and USA. Only Portugal allocated
the major proportion of its ODA (73 per cent) to LDCs in 1992, while
Denmark, despite its increased overall allocation and clear poverty orienta-
tion, allocated a declining proportion to LDCs (dropping from 39 per cent
to 36 per cent during the period).
3. Social sector allocation
Aid for poverty alleviation is generally reflected in support for basic
services rather than capital investments and can be given through different
sub-sectors, i.e. social and administrative infrastructure, economic infra-
structure, and production. Related to social and administrative infrastructu-
re, basic services for poverty alleviation could include basic education,
health care, water, sanitation, family planning and nutrition. Related to eco-
nomic infrastructure and production, it could include feeder roads for
remote poor populations and basic income-generating activities.
Support for basic activities is now competing in aid policies and aid
allocations both with capital investments and with new aid areas. The lat-
ter have emerged due to changing situations related, for example, to the
need for substantially increased emergency assistance. Another important
competing area is macro-economic measures, such as debt relief, which is
now considered by many agencies to be as important as direct aid measuresto alleviate poverty, provided national governments in developing countries
give priority to the social sector in their overall policies.
(a)  Support for social and administrative infrastructure
An analysis of the use of aid for poverty alleviation by national and
multinational donors is hampered by the lack of standardized measures
based on common definitions of what is to be considered poverty-oriented
aid. Furthermore, individual projects cannot always be classified as either
capital investment or basic services. Aid for higher education can be consi-
dered to promote both if, for example, it involves teacher training for lower
educational levels.
However, it must be expected that a strong poverty focus would be
reflected in increased aid for social and administrative infrastructure gene-
rally.
Such a focus is not immediately apparent in DAC members’ sub-sec-
tor allocation of ODA (Table 2). During 1989-91, while the proportionate
support for economic infrastructure stayed the same, that for social and
administrative infrastructure declined (from 25.3 per cent to 19.2 per cent)
as did that for production (from 17.6 per cent to 12.0 per cent). In 1991,
only eight DAC members (Australia, Belgium, Denmark, France, Ireland,
the Netherlands, New Zealand, and USA) allocated a relatively higher pro-
portion of ODA to social and administrative infrastructure than to econo-
mic infrastructure and production.
This general trend seems to have taken place in favour of increased
support for debt relief (from 3.6 per cent to 12.8 per cent) and emergency
aid (other than food aid) (from 2.1 per cent to 4.7 per cent) among the DAC
members. Debt relief measures have been supported in particular by some
of the major donors, for example France, Germany, and USA, while emer-
gency aid has become an important item in the cases of Austria Denmark,
Finland, Italy and the Netherlands.
The opposite pattern is apparent in the case of multinational agencies
which have traditionally supported capital investment projects.
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Multinational agencies increased the relative allocation for social and
administrative infrastructure during 1989-91 (from 22.4 per cent to 29.2 per
cent) while that of the World Bank, specifically, increased from 19.4 per
cent to 29.2 per cent. Support for economic infrastructure and production
was declining during the period in the case of both multinational organiza-
tions and the World Bank.
(b)  Aid for human priorities
A number of donor organizations have begun to estimate their aid for
basic needs or poverty alleviation using measures which do not necessari-
ly correspond with those of international organizations, such as United
Nations Development Programme (UNDP) or United Nations Children’s
Fund (UNICEF). This has led to wide discrepancies in the calculation of
the amount of aid given by individual agencies for poverty alleviation
(Randel and German, 1994: 15, 147).
According to the UNDP, the percentage of aid by DAC member coun-
tries which was spent on human priorities (including basic education, pri-
mary health care, safe drinking water, adequate sanitation, family planning
and nutrition programmes) increased only slightly (from 6.5 per cent to 7.0
per cent) during 1988/90-1989/91 (Table 3). Only five countries (Australia,
Denmark, Italy, the Netherlands, and the USA) allocated a comparatively
higher share to human priorities of total bilateral aid in 1989/91 compared
to 1988/90. In six cases (Austria, Canada, Finland, Japan, Switzerland and
Sweden), the relative percentage distribution for human priorities was
declining whereas, in the remaining cases, it stayed the same.
4. Education support 1985/86-1994
It is still too early to conclude whether the focus in the 1990s on the
need for investment in human resources and education, as a means of crea-
ting economic growth and poverty alleviation, will result in a changing,
consistent pattern of major investment in the education sector by interna-
tional donors. This is partly because deficient statistics on education aid do
not allow for trends to be constructed, and for adequate analysis of s u b-sector  and  multi-sector  educational  support  to  be  undertaken.
However, based on the available deficient and, occasionally, contradictory
sources, the picture for the education sector seems to be consistent with that
for the social sector and for human priorities, namely a severe gap between
rhetoric and reality.
Table 3.           Human priorities in bilateral aid among OECD Member
countries 1988/90-1989/91 (percentages)
Note: (a) Human priorities include basic education, primary health care, safe drinking water, adequate
sanitation, family planning and nutrition programmes.
Sources: UNDP1992,1993.
Thus, while the total DAC commitment to education increased in
absolute terms during 1985/86-1991/92 (by approximately US$140 mil-
lion) (Table 4), the relative allocation of ODA to education by DAC mem-
bers declined (from 11.5 per cent to 8.7 per cent) during 198,9-91 (Table 2).
During 1991/92-1993, a number of education donors, for example Canada,
Finland, the Netherlands, Norway and Sweden, witnessed significant
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declines in education support, while only a few (minor) donors increased
their support, for example Australia and Denmark.
Table 4.    Development Assistance Committee member’s aid to education 
(commitments) 1985/86 - 1993
Note: (I) For 1991 only; (2) For 1992 only; (3) For 1985 only.
Source: OECD data contained in IIEP1995: 65.
As a proportion of total ODA, DAC support for education declined
from 10 per cent to 9 per cent during 1985/86-1991/92. During 1991/92-
1993, there were major declines in relative terms in the cases of Canada and
the Netherlands, while Sweden and Finland maintained the same propor-
tionate shares for education despite declines in absolute terms.This same pattern appears from the percentage distribution of the ove-
rall aid budget to education among national and multinational donors
(Table 5). For most donors the proportionate share for education was decli-
ning or largely remained the sarne during 1989-94, while in some cases
(Australia, Denmark, Sweden, World Bank) there have been moderate
increases.
Table 5.  Education aid as a percentage of the overall aid budget of 
selected donors 1989-199
Note: (a) Possibly excluding vocational training.
(b) Figuresareforfinancialyears 1989190, 1990/91, 1991/92, 1992/93, 1993/94.
(c) Education funding has been around 6 per cent of total funding.
(d) 1980/86: 4.8 per cent.
Source: Information provided by the agencies to the IWGE.
(a) Education sub-sector distribution
In response to the World Conference on Education  for All, Jomtien,
1990, and in support of the debate on poverty alleviation, international edu-
cational concern has been orientatod to the basic education level.
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However, it is often impossible to specify the actual support for the
basic education level by the international donors due to the complex and
diverse nature of the stated ‘Education for All’ or ‘Basic Education’
concept, its interpretation by the donors, and to general lack of data. This,
in all, complicates an analysis of actual activities and trends.
The concept of ‘Education for All’developed in the World Declaration
on Education for All (Inter-Agency Commission, 1990) was associated
with the fulfilment of basic learning needs related to learning and life skills
for every person - child, youth, and adult. These skills were to be provided
through early childhood care and development opportunities, primary or
equivalent out-of-school education for children, and training activities for
youth and adults. The original dimensions were extended in the most recent
Education for All programme to also include secondary education in some
countries, Buchert (1995c).
Multinational and national donor agencies have applied the original
concept in diverse ways. Some have adopted all the original dimensions,
while others have reduced or expanded them. In Table 6, the concept of
basic education is related to a number of different activities which include
pre-school, primary, general, adult, non-formal, and out-of-school activi-
ties.
Some agencies, for example DGCS, define the term broadly, inclu-
ding pre-school, primary, literacy, non-formal, teacher training, health,
nutrition, and environment activities. Other agencies, such as AKF and
other similar foundations like the Bernard van Leer Foundation, have a nar-
row focus, specializing in early childhood development. FAO emphasizes
life skills as related to out-of-school or non-formal activities in agricultural
extension work.
It seems that three emerging patterns can be detected in the support for
education among the multinational and national donors (Table 6). First, a
large number of the agencies (DANIDA, SIDA, FAO, UNICEF, World
Bank, AGF) allocate the larger proportion of their education aid to basic
and primary education and intend to continue.R
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1Secondly, there are a number of agencies with a traditionally strong
support for higher education or higher education and vocational education
and training (e.g. FINNIDA, GTZ, ODA) who have increased their relati-
ve support for basic education in recent years. Thirdly, there are a number
of agencies with a traditionally strong support for higher education (e.g.
DGCS, DGIS, FMCD, JICA) who have a declared intention of allocating
more support for basic education at the expense of higher education.
These emerging patterns must, however, be set in the context of decli-
ning education support overall and by a number of the mentioned agencies.
Thus, it remains to be seen whether basic education support will be sustai-
ned overall in the future in support of the declared poverty orientation by
the agencies.
(b)Geographical distribution of education aid
The lack of detailed and reliable data also prevents an analysis of whe-
ther, in the 1990s, multinational and national donors have redirected their
education aid to the poorest regions of the world and to the poorest coun-
tries within those regions. A number of donor agencies (e.g. DGCS, DGIS,
ODA) have a declared intention of relocating their education aid flows in
support of the poorest countries in sub-Saharan Africa and South_east Asia
as a result of the international poverty orientation and of Jomtien.
This intention is already reflected in a comparatively higher allocation
by DGIS to Africa at the expense of the other regions in 1993 compared to
1990 (Table 7).
Generally speaking, however, the pattern displayed in the table, based
on few and somewhat deficient data, seems to be that historic ties between
metropole countries and dependencies continue to exist, and that agencies
primarily support countries in their own part of the world. The former is the
case, for example, related to French support for Francophone Africa, while
the latter can be seen in the predominant support for Asia in the case of the
Australian and Japanese aid agencies. Further specific information on
country support by the individual agencies appear in the Appendix (pages
45-53).
Recent trends in education aid: towards a 
classification of policies
22A
r
e
p
o
r
t
 
f
r
o
m
 
t
h
e
 
I
W
G
E
2
3R
e
c
e
n
t
 
t
r
e
n
d
s
 
i
n
 
e
d
u
c
a
t
i
o
n
 
a
i
d
:
 
t
o
w
a
r
d
s
 
a
 
c
l
a
s
s
i
f
i
c
a
t
i
o
n
 
o
f
 
p
o
l
i
c
i
e
s
2
4A report from the IWGE
25
5.  Summary
The deficient data and often rather short-time horizon involved in the
analysis do not allow for firm conclusions to be made. However, it seems
that the overall picture of ODA in absolute and relative terms is far from
encouraging or representing a clear-cut trend determined by the concern for
global poverty. Many of the like-minded donors, such as Canada, Norway,
the Netherlands, and Sweden, who are in the forefront of the debate, have
had cuts in their overall level of assistance, as has a major donor like the
USA. Other donors (e.g. Japan and the United Kingdom) have had
increases in ODA in absolute terms but decreases in relative terms during
the 1990s.
Likewise, the patterns emerging in the short-term recent assistance for
social sector activities, human priorities, and education seem not yet to sup-
port the stated poverty focus and the need for increased international com-
mitment to education expressed at Jomtien in 1990. Education aid has
declined among a great number of donors, and redirections of allocations
to basic education have to be understood in the context of overall declining
levels of education assistance.
III.  The state of donor educational policy thinking and
practice
Despite this rather dismal statistical picture, there is at present rene-
wed thinking about education’s role in sustainable societal development
and for poverty alleviation, among most of the donors. This thinking is
reflected in a range of new policy documents for the education sector as a
whole, for specific sub-sectors of education, and in overall development
policy documents and strategy plans (Buchert, 1995c). It is influenced to
different degrees by neo-liberal thinking and by the experiences which cul-
minated in the World Declaration on Education for All in 1990.
Thus, related to the negative impact of structural adjustment pro-
grammes in many developing countries during the 1980s, there has been an
increased concern internationally with the balance between the State and
the market, economic growth versus social welfare strategies, and the rela-
tive  reliance  on  the  private  sector  in  general  development  eff o r t s ,Stokke (1988). In the context of education, a different emphasis on econo-
mic growth versus social welfare would often lead to different foci on the
key educational issues of cost, efficiency and effectiveness, quality, equity
and relevance which were underlying the strategies and requirements of the
Jomtien Declaration. Similarly, the State, the market and the private sector
are often used differently by different agencies in the implementation of
their educational policies, highlighting different interpretations of the
concept of partnership which was also central in the Jomtien Declaration,
Buchert (1995a; 1995b).
What follows below is a synthetic, comparative overview of the simi-
larities and differences in the education aid policies of agencies that have
recently issued policy documents and/or provided unofficial information on
their policy thinking to the IWGE as a basis for this analysis. This is sup-
plemented by examples of agency practice reflecting the overall thinking.
1.  Characteristics of education aid
The major characteristics of education aid among the analysed agen-
cies are displayed in overview form in the Appendix (pages 45-53) accor-
ding to five parameters: development and education policy themes; educa-
tion priority areas; geographical distribution; modality and/or principles
underlying aid-giving; and present concerns and prospects for aid in the
immediate future. As can be seen in the Appendix, the level of information
provided for each agency is of varying quality, partly incomplete, and not
always comparable. This is partly because the underlying documentation
represents different stages of policy formulation across the agencies which,
in some cases, is due to major reorganizations.
Particularly interesting for the following analysis is the information on
the education and development policy themes and the education priority
areas while the underlying principles, concerns and prospects are of secon-
dary importance. This information which, as mentioned above, was provi-
ded by the agencies themselves, has been compared with the full education
policy documents of the individual agencies which have been available to
the author.
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This has led to a first attempt at a classification of apparent differences
in the characteristics of the concepts of education and development among
the agencies, as will be highlighted in the following.
(a) Conceptual understandings
There seems to be two common features for the agencies included in
the Appendix (pages 45-53): one is that human resources development is
considered to have central importance in the solution of global poverty pro-
blems, as well as crucial potential in the creation of economic growth, pro-
vision of environmental protection, increasing political participation, and
mitigating gender and other social inequalities; another is, as discussed
above, that increased attention is paid to basic education.
Underlying these common features are, however, subtle differences in
the general thinking on education and development. Some agencies have a
comprehensive policy understanding which integrates education with other
sector considerations, while others look upon education as separate from
other sector activities and wider societal purposes. Agencies use a number
of different education and development concepts in their policy documents:
besides education and training and human resources development, the
terms human capital development, human development and human capaci-
ty development are also common, although human development is perhaps
less frequently used than the others. In some cases, only one concept is
used, while in others more than one is used in the same document, for
example human development together with human resources development
(e.g. ODA, 1994; UNDP, 1994), human capacity development together
with human resources development (e.g. USAID Global Bureau/Center for
Human Capacity Development, 1994), and human resources development
together with human capital development (e.g. FAO, 1993).
With some exceptions, these concepts are unclearly defined, ambi-
guous and somewhat overlapping. It seems, however, that rather than being
a slip of the tongue or the pen, they underline different interpretations of
overall purposes of, approaches to, and priorities in education aid among
the agencies. The attempt in the following at classifying these differences
and relating them to different educational practices could therefore serve as
a first step in making agencies conscious of implicit assumptions and inmaking their thinking more transparent. This could possibly be of assistan-
ce in creating a positive dialogue concerning education aid among donors
and recipient countries, at a time of high emphasis on the need for co-ordi-
nation of activities at all levels.
(b)  Education and development concepts
The following analysis is limited to highlighting the overlapping
boundaries among the four concepts listed above: human capital develop -
ment, human development, human capacity development and human
resources development. The concepts seem not to have evolved in a
sequence from a lesser to a more comprehensive one but rather to be inter-
linked and overlapping to various degrees; each concept seems to have
components of one or more of the others. Nevertheless, it seems that diffe-
rences can be found between human capital development at one end of a
continuum and human resources development at the other (Figure 2). In
between, human capacity development represents a radical reinterpretation
of human development.
There seems to be a major contrast among the four concepts concer-
ning the relative support for an economic growth versus a social welfare
strategy, one of the predominant themes in the neo-liberal debate. Human
capital development emphasizeseconomic growth as an overall purpose for
education, whereas human development has a clear social welfare orienta-
tion related to self-development and societal improvement. Human capaci -
ty development replaces the social welfare and improvement purposes of
human development by purposes of social change and empowerment.
Human resources development blends economic growth with social welfa-
re, considering both as preconditions to poverty alleviation and sustainable
development.
There is a close link in human capital developmentbetween education
and the economic structures of society. It is the concept most supportive of
the introduction of market reforms with a consequent emphasis on techni-
cal vocational and higher education, and on science and mathematics as
subjects to promote industrial development. Key educational concerns rela-
te to issues of cost, efficiency and effectiveness.
Recent trends in education aid: towards a 
classification of policies
28A
r
e
p
o
r
t
 
f
r
o
m
 
t
h
e
 
I
W
G
E
2
9Women and girls receive only a low to medium emphasis and are seen
in relation to their importance for production outputs. There is a compara-
tively higher focus on the need for educational opportunities for marginali-
zed youth than in the other concepts, since their lack of education repre-
sents a loss of productive potential and a possible risk to social stability.
In human development, education is relatively closely related to an
underlying understanding of education as a human right and an end in
itself. The underlying concerns are, therefore, mostly related to issues of
access to and equity and quality in education for all. The solution of edu-
cational issues is often related to interventions within the education sector
and increased financial flows are often given high importance as an overall
approach. The general social welfare orientation is reflected in emphasis on
basic and community education, women and girls being a major target
group together with marginalized groups and disabled people.
In human capacity development, the independent function of the edu-
cation sector is virtually dissolved as the purposes of education are related
strictly to the wider societal issues that must be addressed in order to sup-
port societal transformation.
Support for education is often related to innovative experiments and
non-formal programmes, and the issues of relevance, quality and equity
receive special attention. Empowerment is related both to gender and capa-
city-building in order to further local ownership and true partnership.
NGOs are considered to have the critical function of achieving the latter
purposes. The focus on gender changes the emphasis in human develop-
ment from the need for provision of educational opportunities for women
and girls, to a concern with underlying power structures, legal systems, and
cultural and other conditions which obstruct their societal opportunities and
participation.
Human resources development has the highest degree of integration of
economic growth and social welfare strategies and the most comprehensive
and  integrated  approaches  to  educational  assistance.  These  approaches
cover capacity- and institution-building, policy dialogue, donor co-o r d i n a-
tion, multi-sector and education systems approaches, programme rather than
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project support, and long-term strategies. There is much concern for basic
(often interpreted as primary) at the general expense of higher education,
and  broad  concern  with  quality,  equity,  cost,  and  efficiency  issues.
Education of women and girls is of high importance.
2. From policy formulation to practice
It could be assumed that, under ideal circumstances, the higher the
degree of transparent and common education and development understan-
ding, the more consistent and co-ordinated education practices could be
both within the donor community and between donors and recipient coun-
tries. This could be assumed to lead to a consequently higher impact of edu-
cational assistance in particular local contexts. It could also be assumed to
more likely fulfil the Jomtien focus on needed international commitment,
vision and partnership in solving the global poverty and educational pro-
blems.
However, most donor agencies cannot be associated with just one of
the particular concepts outlined above but are, instead, influenced by seve-
ral strands of thought. There does seem, however, to be certain differences
in the mixing of the concepts which may determine the relative emphases
in their educational practice. Some donors seem to blend human capital
development with human resources development (e.g. World Bank, JICA,
ADB); others put more emphasis on human development and human capa-
city development (e.g. UNICEF and SDC), while yet others seem to com-
bine human capacity development and human resources development (e.g.
NORAD, FINNIDA). Finally, some donors approach their educational
practice from a perspective that is even broader and influenced by more of
the concepts. There are, for example, blendings of human capital develop-
ment, human capacity development and human resources development, but
with particular emphasis on human resources development (e.g. DGIS),
and of human capital development, human development, and human
resources development (e.g. DANIDA).
In the following, some examples are given of agencies that use blen-
ded approaches but are particularly influenced by either of the three
concepts: human resources development, human capacity development or
human capital development. The examples highlight, at the same time, howdifferent agencies approach the issues of interaction between State, market,
and civil society, partnership in education, as well as market reform and
economic growth strategies. The analysis has been based on descriptions in
the policy literature available for this study, an approach which must be
considered to be rather limited compared to analyses of practice based on
actual project and other experiences.
(a)   Human resources development: some agency examples
The debate on the State and the market has moved beyond seeing the
two in absolute opposition, to instead seeking an understanding of the pros-
pects of their mutual interaction (see, e.g. Brock-Utne, 1995). In the edu-
cation debate, these interactions are often seen to promote the educational
issues of quality, equity, cost and efficiency. which are central in human
resources development thinking. SIDA is one of the agencies which seems
to have come far in formulating and implementing educational interven-
tions in support of both the State and the market, and their mutual interac-
tion. A number of the approaches applied by SIDA are used by other agen-
cies, although the underlying reasoning may not be as clearly spelled out as
in the case of SIDA.
For SIDA, long-term development requires both an effective State
apparatus and well-functioning markets. SIDA is therefore equally suppor-
tive of reforms which can help create an open, market-based economy as a
basis for increased productivity, as of promoting the State’s capacity to
establish the framework for market activities. SIDA sees a continued
controlling and normative role for the State in the education sector in terms
of financial responsibility, legislation, syllabuses, central systems of exa-
mination, and a system of inspectors. SIDA, at the same time, foresees sha-
ring of the organizational responsibility for education with other civil orga-
nizations, Gustafsson (1995), SIDA (1994a).
Three  predominant  approaches  for  educational  interventions  are
applied by SIDAand other agencies depending on the local context. The first
approach is used in countries with major financial and institutional crises. It
focuses on long-term financial sector support together with strengthening of
State institutions, e.g.  ministries. NORAD has,  for example, introduced
flexible support for recurrent costs, and the building of technical capacity
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and organizational restructuring as new important areas. In higher educa-
tion, this support is reflected in the numerous links established between
higher education institutions in Norway and in a large number of develo-
ping countries (NORAD, 1995).
The second approach applies to countries with relatively well-func-
tioning education systems where quality and equity need to be enhanced. In
these cases, strategic inputs, innovations and targeted support for specific
social groups are applied . DGIC will seek to develop cost-effective
approaches which would allow for a larger number of people to be reached
at lower unit costs, especially, but not solely, at the primary level. Such
approaches would include multi-shift schooling, distance learning and
part-time education. They would be directed at the inclusion in educational
activities of disadvantaged groups, in particular women and girls, the poor,
cultural minorities, children in remote areas and refugees (Ministry of
Foreign Affairs of the Netherlands, 1993b).
The third approach applies to countries where the State encourages
non-State initiatives and solutions. A number of agencies (such as FINNI-
DA, GTZ, SIDA, and ODA) support, for example, the production of text-
books by local publishing companies. This is seen to enhance the quality of
the provided education by raising the level of cognitive achievement, the
access to school books for targeted underprivileged social groups in a com-
petitive market situation, with textbook prices that cannot be afforded by
low-income families, and the cost-effectiveness of quality improvement.
Some of the underlying problems witnessed in the implementation of this
approach, for example in a co-sponsored FINNIDAproject in Zambia, have
related to managerial inefficiency, lack of success in local capacity-buil-
ding due to high turnover of trained staff, and deficiency of distribution
efforts (Takala, 1995).
(b)    Human capacity development: some agency examples
It is the relative emphasis on the organizational role of the State, the
interpretation of relevance in education, and the use of education in socie-
tal development which seem to be some of the major distinctions between
human resources development and human capacity development. Where
SIDAsees a future role for other civic organizations rather than the State inthe provision of basic education, this is a clear necessity from the viewpoint
of agencies who are proponents of human capacity development. Central in
this discussion is the interpretation of the concept of partnership, expressed
at Jomtien.
Partnership in education is intended to involve all bodies and indivi-
duals with a stake in education, such as central governments, donors, para-
statals, foundations, local governments, non-governmental organizations,
community organizations, business communities, industry, local communi-
ties, religious bodies, churches, parents, teachers, students and local
schools. The terms for the partnership may be highly variable and entail
both positive and negative consequences for the educational process and
for its participants, depending on the specific circumstances.
From  a  human  capacity  development  perspective,  as  advocated
amongst others by DGIC, partnership in education involves decentraliza-
tion or transfer of power to the bodies involved in the educational process,
particularly at the grass-roots level. Partnership is seen as a precondition of
and a means to achieving ownership by the grass-roots of educational inter-
ventions, securing the relevance of education in the local context, and
maintaining the interest of parents in their children’s education at times of
generally declining educational quality. For the Aga Khan Foundation,
strengthening of partnerships has been a central issue in a number of pro-
jects. Partnerships with schools are judged to be the most critically impor-
tant, but also the most neglected, link to achieving quality improvement
(Greenland, 1994).
With respect to relevance, several agencies, such as SDC, emphasize
the importance of developing local knowledge and skills which are relevant
for the surrounding society in both the formal and informal sectors and
undisruptive of local cultural traditions. They also generally recommend
the use of the local languages as media of instruction. This has led to
recornmendations by SDC for research into sectoral linkages and innova-
tion in education.
The probably most radical approach in human capacity development
has recently been developed within USAID, although it does not yet
represent an official USAID view (USAID Global Bureau/Center for
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Human Capacity Development, 1994). Education is here considered to be
part of human resources development, aiming at four major objectives in a
strategy of sustainable development: healthy populations; sustainable envi-
ronments; economic growth; and democratic governance. Empowerment is
the operating principle for all four objectives together with indigenous
capacity-building, participation, decentralization, accountability and trans-
parency.
The strategy is to be pursued by cross-cutting the sectoral boundaries
of education and training and funds are not to be earmarked for sectoral
programmes in education and training or other human capital investments.
On the other hand, national efforts to improve education and training capa-
cities, making them sustainable, ensuring, equitable access to education
opportunities, and the empowerment of individuals, remain important in
themselves. An essential task is the creation of an appropriate balance
among the social investments in raising the general education level, the
short-term investments in skills training, and the longer-term investments
in the institutions and processes that enable the education and learning sys-
tems to be self-generating. Such need for internal coherence in the deve-
lopment of educational systems is also advocated by DGIC.
(c)   Human capital development: some agency examples
Agencies pursuing human capital development focus on other bodies
than grass-roots organizations as primary in the partnership in education, in
particular the private sector. The key educational concerns in human capa-
city development, relevance and equity, are in human capital development
replaced by cost and efficiency. In contrast to partnership understood as the
decentralization of power to participate in decision-making, the central
objective of partnership in human capital development is diversification of
funding with private financing playing an important role in replacing public
responsibility.
Private financing has been advocated by the World Bank for diff e r e n t
levels of the educational system. In higher education, it has been seen as part
of the solution to the higher education crisis in developing countries, Wo r l d
Bank (1994). Diversification of funding at this level has been understood,
amongst others, as income-generating activities to be secured by the highereducation institutions, user fees in the form of student fees and redu-
ced subventions, and the establishment of privately financed higher educa-
tion institutions as alternatives or supplementary to the State-run higher
education system (for a critical comment on the World Bank policy sug-
gestions, see Buchert and King, 1995).
A number of agencies, e.g. DANIDA, have adopted World Bank sug-
gestions for partnership in vocational education and training. This involves
increased financing of the education and training activities by the parties
involved, both employers and students/apprentices. Furthermore, private
employers are to be given more responsibility for the planning and execu-
tion of vocational education and training programmes which must reflect
the demand in the labour market in order to increase labour market flexibi-
lity and adjustment (DANIDA, 1994b).
Besides alleviating the pressure on central financial resources, the
active inclusion of private sector financing is also to support an economic
growth strategy. In the case of USAID, most basic education and training
programmes for the financial year 1995 were set against economic growth
objectives which had made investing in people, in the human capital sense
of the word, one of its focus areas along with micro-enterprise and access
to capital, market reform and production agriculture. The USAID seems to
be changing direction and is advocating basic education programmes in
population and health issues for the financial year 1996 (USAID Global
Bureau/Center for Human Capacity Development, 1994).
Other agencies still pursue a more clear-cut economic growth strate-
gy. They generally express views, however, that investment in education, in
particular basic education, would also improve the social welfare of indivi-
duals. In the case of FAO, the upgrading of the literacy, skills and other
capabilities of agricultural workers, which is at the centre of its education
aid policy, is based on an underlying view that «what matters for develop-
ment, more than the natural resources and man-made physical capital, is the
capability of people to be effective and productive economic agents, in
short, human capital» (FAO 1993: 10).
Basic education is considered by FAO to significantly improve the
efficacy of training and agricultural extension work which, in turn, affects
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agricultural production through enhancing the productivity of inputs, redu-
cing the costs of production technology information, and facilitating entre-
preneurship and responses to market conditions. FAO sees a role for priva-
te sector and NGO participation in extension work, particularly among
cash-crop farmers, as this is considered to possibly free public funds which
could then be directed to extension work for small-scale farmers.
With respect to market reforms, which is another central part of an
economic growth strategy, JICA is one of the agencies pursuing the crea-
tion of market economies. Its designed strategy differs, however, in its own
view, from that of the World Bank in four major respects: the inclusion of
directed credit schemes and two-step loans; the variation in economic
growth strategies designed for the specific country; the longer time span
applied; and the application of different policy measures for structural
adjustment in different countries (Look Japan, 1994).
These general approaches are also apparent in JICA’s education aid.
While there is high emphasis on the content of education which is judged
to best promote economic growth (science and mathematics, vocational
training), education aid is generally to be based on the specific needs of the
individual countries, systems analyses, and holistic and differentiated
approaches. Some of these key characteristics are also apparent among
agencies, such as NORAD and SIDA, which are strong proponents of
human resources development.
3.     Summary
What appears from these general patterns are variations in agency
policies determined by different key educational concerns and different
interpretations of central educational concepts. There also seems to be a
blending of orientations in cases of new agency support, like that of JICA,
or when more established education aid agencies, such as SIDA, have
adjusted their practices in light of the prevailing concerns in the 1990s with
both social welfare and economic growth. What remains to be seen is whe-
t h e r,  during  the  1990s,  agencies  will  increasingly  adopt  common
approaches based on common interpretations of underlying key issues, andwhich end of the continuum of the prevailing educational concepts this
evolution will be strengthening.
4. Prospects for education aid in the 1990s
In summary, this analysis has shown that, based on the available short-
term and insufficient data, there is not yet a strong link between the decla-
red need for international aid to address the global poverty situation and the
flows of assistance from the North to the South. This concerns both the
overall amount of aid and its geographical and sectoral orientation.
Furthermore, few donors have taken concrete steps to target their assistan-
ce for human priorities, generally, and for education, specifically.
More attention should, therefore, be paid in the international donor
community to the question of purpose-targeted and country-targeted aid
(OECD, 1994). Common definitions of what constitutes poverty-oriented
aid, common recordings of aid practices, and better measuring of the poor
and their reachability in specific country contexts must be developed. In
addition, it is critically important that a reliable data base is established
which would allow for detailed comparative analyses of education aid
across multinational and national donors. A precondition to this is com-
monly accepted criteria for recordings of sub-sector and multi-sector edu-
cation aid, country breakdowns, and full details on all education aid chan-
nelled through all kinds of institutions, including NGOs.
The question of purpose-targeted and country-targeted aid should be
seen in relation to the debate on the 20:20 compact, which has been taken
up by some agencies (UNDP/UNFPA/UNICEF undated). Part of this dis-
cussion concerns recipient countries’ obligation to provide social services
along with donor countries’obligation to provide assistance. It also focuses
on the consequences of providing assistance to high military spenders
among recipient countries, and on the possibility of increasing social fun-
ding in recipient countries by reallocating funds from different budget cate-
gories, in particular from the military to the social sector.
There is an expressed intention among a number of agencies to invest
more in education and to redirect increased flows to basic education in the
future. This includes agencies which have traditionally supported higher
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education. Support for basic education often combines the foci on poverty
alleviation and economic growth and is an expression of the realization in
the 1990s that efforts at stabilizing and developing the economies of the
South must be accompanied by social protection of the poor.
Underlying these expressed intentions is an impressive effort among a
large number of donor agencies to reformulate overall development strate-
gies as well as education sector and sub-sector policies. This policy deve-
lopment has in some cases been accompanied by major organizational
changes as a basis for expected improved policy enactment. In the educa-
tional policy debate, there are a number of prevailing educational concepts
which seem to underline different purposes of, approaches to, and priorities
within the education sector.An attempt has been made in this study to clas-
sify the characteristics of four of the predominant concepts as a first step in
creating more transparency in the dialogue within the international donor
community and between donor and recipient countries.
In the policy literature, the concept of human resources development
seems to be gaining ground. It contains features of other prevailing educa-
tional concepts but is probably less radical than human capacity develop-
ment and less economistic than human capital development, while main-
taining the social welfare and equity orientation of human resources deve-
lopment. Most agencies apply the concept of human resources develop-
ment together with features of other prevailing concepts of education and
development.
Human resources development cannot, therefore, be considered as a
model for educational aid. However, it does, at the moment, seem to repre-
sent the most integrated view on educational and societal development and
has some of the most advanced approaches to educational practice based,
amongst  others,  on  negative  experiences  during  previous  decades.
Inconsistencies or disagreements among agencies concerning the central
components of the human resources development concept can, perhaps,
explain differences in policy implementation, including relative emphases
on the key educational concerns of quality, equity, relevance, and cost.
What remains an issue for the 1990s is whether agencies will develop
a common understanding in their underlying education and developmentthinking as a basis for common enactment of policies. Such a general orien-
tation could possibly strengthen the needed donor co-ordination as com-
mon underlying thinking is more likely to lead to common approaches.
There is a risk that increased donor co-ordination may take place at the
expense of careful negotiations with recipient countries. However, com-
mon thinking along the lines of the human resources development concept
classified here may, more than the other concepts, reinforce policy dialogue
with the recipient countries, integrate donor interventions into country stra-
tegies and programmes, and develop holistic approaches determined by the
local circumstances of the recipient countries. It may, therefore, at the out-
set provide more understanding of and attention to recipient country wishes
and demands.
(a)   Need for further study
For this to be ascertained, more knowledge of the purposes and
mechanisms of educational aid must be established. This must include data
on trends in education aid across the many agencies based on a uniform
recording system in order to ensure comparability. It should also involve
extensive programme and project-level analyses of how educational policy
is enacted in practice.
Examples should be studied of agencies which are already applying
differentiated approaches to education aid determined by the local circum-
stances. Similar studies could be done at different levels and in other areas,
for example on how policy dialogue is undertaken among various donor
and recipient countries, how donor co-ordination works as a process and in
practice, and what effect partnerships have on educational development in
specific countries. Another key issue is the consequences of moving from
project to programme assistance. With respect to project assistance, there is
a continued need for evaluations particularly of educational innovations.
These could include the design and effect of new curricular development,
for ex ample , on population and environmental issues as planned by FAO,
and on indigenous knowledge programmes as advocated by SDC.
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In this way, research could focus not only on the intentions of aid, but
on how it is given, and what it is actually used for. The importance of such
a comprehensive study, or of some of its sub-aspects, would be to enhance
the subtlety of the education aid debate and practice. It would be based on
clearer understandings of the link between policy formulation and practice,
including  the  processes  of  formulation  at  different  levels  (inter-
national/national/local), and the mechanisms of successes and failures in
the act of implementation.Appendix
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